This paper presents three initiatives created to teach Generation Y students in an undergraduate general education class. The Performance Contract, Investigative Report, and Class Game Show are described.
Operating modes are active, and preferred to passive. Work and play intersect. Achievement and winning are important. Experiences without obvious payoffs are frustrating (2003) .
Gen Y seems to be confounding most of the arena it enters. Like educators and employers, entertainment and media industries are experiencing the newness of Gen Y"s presence. Orwall describes Gen Y-ers as being hard to "reel in," as confounding Hollywood by failing to turn to films that have traditionally attracted their age group. The most media-literate generation, Gen Y tends to be immune to traditional marketing and promotion. Instead, it relies on movie information it receives through word-of-mouth critique spread through peers via the Internet (Orwall, 2000) .
Television broadcasters are also being confronted with Gen Y"s non-traditional choices, especially as seen in young males. Nielsen attributes young men"s drop in TV viewing to their increased use of video games and DVDs. Video game usage among men ages 18-24 increased 9% this year (Tribune, 2003) . Video games are a part of most teens" lives. Some 74% say they play at least one hour per week; 34% say they play 6+ hours per week (Crabtree, 2003) .
What programming attracts Gen Y-ers? "Reality" appears to be their genre. Betsy Frank sees Gen Y-er attraction to such programming as stemming from its being "current, urgent, and of-the-moment … (it) validates and connects with viewers … (it is) directly relevant to them at this stage in their lives … This is an audience to whom relevance is everything." Reality programming seems to mirror the way Gen Y accesses and processes information and entertainment; it engages them by connecting with the lives they lead (Frank, 2003) . Donna Freydkin describes the attraction of reality programming for young viewers as, "The lure of the hunt, the competition … the reflection of their lives." Gen Y-ers watch less TV than older viewers, and quickly change the channel or turn to cable "if they don"t instantly love, or aren"t intrigued by, what they see." They enjoy seeing people like themselves put into situations where the stakes are high (Freydkin, 2003) .
The reality genre appears to reach Gen Y regardless of media. Young viewers prefer films that reflect those they know in real life (Orwall, 2000) . They watch reality shows in far larger number than they have watched anything else on TV (Carter, 2003) . Additionally, video games allow them to create their own reality, and the Internet allows instant customization. Frank explains it this way: "In their world, they need only be exposed to things immediately relevant to them and nothing more. Their mantra might as well be "what I want when I want it"" (Frank, 2003 ).
There appears to be a consistency to Gen Y whatever sphere they enter. They appear to be wired and worldly, digital and switching. The following initiatives were designed, as a result, as learning tools to better reach Gen Y freshman in the required business, government, and society course.
Initiative 1: The Performance Contract
Reviewing results of mid-term exams revealed an interesting pattern. Performance on exams in each of several recent semesters has averaged five points less than in previous years. Overall, current students performed their best on the objective sections of their exams. These sections contained both multiple choice and true/false questions of above average difficulty spanning many chapters. Current students performed less well on subjective sections. These sections contained a comprehensive essay to be written in class, and an analytic memo report to be written out of class. Performance on both of the subjective writing sections was similar, suggesting that neither the amount of time available nor the setting was a key factor.
It is not unusual to observe disappointing writing skills among students. Educators of all grade levels are confronting basic errors in composition and grammar. The additional tendency observed here, though, was the simplicity of expression that substituted generalization and unsupported opinion for application of specific course learning.
Comparing performance on objective sections with results of subjective sections was revealing. Results on objective sections showed that students were capable of grasping and retaining a quantity of material. They appeared to be most proficient at anticipating and memorizing answers to specific questions. Results on subjective sections, on the other hand, suggested that students were not conducting deep learning. Material was not being processed in ways resulting in extrapolation and application.
As an instructor, the ensuing challenge was what feedback to provide students with when returning the exams. Focusing on the positive results of the objective sections might be well received by students, but would be incomplete and misleading. Alternatively, chiding students for not learning deeply enough to perform well on the subjective sections might only trigger a defensiveness that would reinforce their current patterns. Moreover, lecturing on the importance of critical thinking and communication, and presenting the requisite study skills, was an integral feature of the course and had already been done. It seemed the time to do something else.
On the day the exams were to be returned, I piled the exams on the instructor desk that is in full view of the students. But I made no reference to returning the exams, or to how well the class had performed. Instead, students were polled on the open and closed-ended questions that appear in Figure 1 . Answers to closed-ended questions were anonymous, to eliminate peer pressure from affecting the answers. 
Q: How many of you feel that academic achievement is important?
A: All responded "yes." 2. Q: Why is academic achievement important?
A: Responses ranged from "to get good grades," to "it shows you did what you came here to do," to "it helps you get ahead at work," to "it means I learned a lot," to "it means time and money were not wasted," to "it matters to those who matter to me." 3. Q: How many of you feel that something you value depends on your academic achievement?
A: All responded "yes." 4. Q: How many of you see yourself as A students?
How many of you see yourself as B students? How many of you see yourself as C students? A: Slightly less than half of the class saw themselves as A students. The rest saw themselves as B students. None saw themselves as C students. 5. Q: How many of you know what it takes to achieve high academic performance?
A: All responded "yes." 6. Q: How many of you feel a great deal of stress most of the time?
A: Most responded "yes." 7.
Q: How many of you have friends or family you feel comfortable speaking with about your academic goals, performance, and related stress? A: Most responded "yes." 8. Q: How many of you have a professor or academic advisor you feel comfortable speaking with about your academic goals, performance, and related stress? A: Most responded "no." 9. Q: How many of you put the amount of time into studying that is needed to achieve your academic goals?
A: Most responded "no." 10. Q: How many of you know what actions you must take to achieve your academic goals?
A: All responded "yes." 11. Q: Why am I asking you these questions?
A: Responses ranged from "because you care about us," to "so you can understand us better," to "so you can help us," to "because we did poorly on the test."
Next, each student was told to think about three things: 1) what s/he is most proud of having achieved during the academic year so far, 2) what s/he would most like to achieve in the remaining weeks of the semester, and 3) what action s/he can take to achieve that goal. Students were asked to report, informally from their seats, their answers to those three questions. They looked at each other attentively throughout, listened actively, and nodded empathetically. Proscriptions were frank, appropriate, and sophisticated. Everything that an instructor might have said to them was said -and more. But the students were speaking to and with each other. Peer contact and learning were occurring.
Subsequently, students were asked if they had any questions about how to improve their study or testtaking skills. Their questions ranged from how to manage time, to how to avoid distractions, to how to retain material. Where other students could make suggestions, they did so. Where they could not, I provided the requested techniques.
Following that discussion, students were told they were being given an opportunity, and that each student had the choice to accept or reject that opportunity for him/herself. Those who chose to could formulate a "Performance Contract." That entailed writing a thoughtful and specific typed memo identifying individual performance goals in the class for the balance of the semester, and detailing actions to be taken by the student to achieve those goals. The goals and actions would come from each student, not from the instructor. Students whose Performance Contracts were complete would have their final exam grade compared to their midterm exam grade. Those whose strategies had resulted in an improvement of five or more points would have their overall course grade improved by one point. Performance Contracts would be accepted only at the next class meeting.
Virtually every student chose to submit a Performance Contract. All submitted reflective, precise, and strategic action plans. The writing was significantly stronger than it had been on the subjective sections of the midterm exam. Figure 2 contains representative excerpts from Performance Contracts written by students. I will try and get more sleep. While reading something in the book that I don"t understand, I will make a note of it and ask the professor before, after, or during a class discussion for further clarification. I will stay on top of my work and will not let myself get behind so I don"t have to stress at the last minute. I don"t like stress! I would like to get better grades. In order for me to do that I must study more.  I realize that my performance has not been up to par lately and I have decided to change that. In order to do so I realize that I will need to make many changes in my study habits. One thing that I feel I could do to improve my performance would be to prepare myself prior to class by reading the chapters before they are taught. Usually I will take notes in class and briefly skim the chapter afterwards. I understand that this is the wrong way to study and learn, so I have decided to change that.  What am I going to do to ensure myself a higher grade in this class? I will focus my time management better. This includes setting more time aside for studying, creating questions about the reading and reviewing notes right after class to see if I can answer the questions, making study guides and spending enough time reflecting on them, and getting more sleep instead of staying out until 3 A.M. when I have an 8:30 morning class.  Although I am doing well in this class, there is still some room for improvement in my work habits. I will review the assigned material before and after we go over it in class to ensure perfect comprehension. I will use a detailed schedule to manage my time more efficiently. I will study with other students every week, as well as just before the exam.  From now on I plan to work harder. During the first part of this semester I allowed family problems to get in the way. Looking ahead, I am going to focus on my studies instead. I only have one opportunity to get the most I can out of this class and that time is now. I have set high standards for myself to follow, and I need to stop disappointing my professor and myself.  There are many steps that I need to take in order to improve my performance in this class, but the main thing for me to improve upon would be my study habits. When I have to study for a test I should go someplace that is quiet where I can concentrate. This way I can focus on my work and not on everything that is going on around me. I should go to the library where I can sit down and concentrate on my work. I could also be a lot more organized. I have a tendency to just fold papers up and put them in my books, and sometimes they fall out and sometimes I misplace them. I would not lose papers that often if I used a folder to be more organized. This would help me keep track of important papers that help me to study. Finally, if I took better notes in class I would listen better, learn more, and improve my grades.
In the weeks and months following submission of student Performance Contracts, the level and amount of dialog when discussing course material were heightened. It became clear that most students were now preparing for every class, where they had previously reserved studying for the night before an exam. It was also evident that students were now wrestling with comprehension, where they had previously been straining to memorize. The potential of one point being added to one"s final grade was hardly significant enough to be the catalyst. It took close to an hour of class time to achieve. But the Performance Contract, and the process by which it was presented, appear to be reaching Generation Y and contributing to student earning.
Initiative 2: The Investigative Report
Studies correlate low levels of international understanding with low levels of following international developments. Most Americans track international news only when major developments occur, though they keep up with national and local news regularly. At the same time, interest in international news tends to increase as education increases (Pew Research Center for the People & the Press, 2002). In our increasingly global lives, it is a curricular goal of many college programs to further the international awareness and knowledge of our students. Ramapo College of New Jersey, where I teach, includes global and multicultural understanding among its key planks. The events subsequent to 9/11/01 and War with Iraq appear to have heightened student consciousness of countries other than the United States, and student perception about the gaps in student knowledge about those countries. A teachable moment may be present.
As a result, I put the following words on the board in my freshman Perspectives of Business and Society class: Chechnya, China, India, Indonesia, Iran, Iraq, Lebanon, Liberia, Israel, Pakistan, Philippines, Saudi Arabia, Somalia, and Yemen. In the business, government, and society course, international and interdisciplinary perspectives are central. It is part of the General Education core, a four-credit course, and enrolled by up to thirtyfive students per section. In a typical section, five students are international students.
All of the countries listed on the board were topics of stories receiving recurring media attention. Students were asked which of the countries they had direct knowledge of either through prior research or life experience. China, India, Israel, and Pakistan were identified. Students were asked to share their knowledge of those countries with the class on two tracks: 1) how do business, government, and society function in the country each was familiar with; and 2) how does the relationship of those institutions within that country compare with the relationship of those institutions within the United States? No student could answer those two questions. I asked the class to locate the fourteen countries in the original list on a map. As a whole, they were unable to do so. Few students could locate more than three or four of the countries. It appeared that a basic level of understanding needed to be learned before more complex interrelationships could be analyzed.
Each student was asked to select the five countries from those listed on the board that s/he was most interested in learning more about. From those lists, students with common interests were put into groups averaging four students each. Together, they prioritized nine countries. Each group was told what country they had commonly highlighted.
The groups were told they would be conducting collective research about the countries. Little enthusiasm was shown. They were then informed that they would be simulating Investigative Reporters, and that the country they had selected would be their "beat." Reports would be delivered in a roundtable setting similar to those used in television news programs. Each group would report in a ten minute "segment." A positive response was immediate. The learning goal had not changed. But repositioning the means appeared to produce interest in achieving it.
The groups were instructed to begin covering their beat. They were told to see the country they were covering through the eyes of those who knew little about it, and to report facts foundational to understanding. Baffled looks indicated that this was still too intricate a place to start. So the groups were given sample questions to consider in preparing their reports, which were to be presented about one week later when the class next met. Each group was told to report on both the country it had collectively prioritized, and the United States. Figure 3 contains the questions given to the groups. The list of questions was long, especially to those of us who learned how to conduct research in preInternet times. I was concerned that the students had been asked to do too much, too quickly; they had been told that reports were to be presented at the next class. What if they chose to do nothing, rather than find out what they could do?
The next class was planned to set aside the first half of the session for groups to meet, synthesize their findings, and prepare to report. It was not necessary. The groups had taken the initiative to meet between classes, divide the labor, regroup, and prepare their reports. All but one of the nine groups arrived not only ready to report, but anticipating competitive performance and wanting to be the group that delivered the best Investigative Report.
On the whole, the recommended questions were answered. Even more important were the attentiveness and participation of students during the reports, the vitality and currency of the presentations, and the level of inquiry stimulated and addressed. Initiative beyond that expected was evidenced in additional areas explored by most groups, keen insights found, and sound conclusions reported. They requested that they be allowed longer segments in which to report.
The class was de-briefed immediately following the reports. Students repeatedly commented that they have taken their own country and way of life for granted. Significantly, every group noted that student knowledge of countries outside the United States is insufficient, and that student knowledge of the United States should also be further pursued.
It should have been of little surprise, then, when students in subsequent sessions of my Organizational Behavior class came to similar conclusions. This is a 300-level course required of all Business majors. One of the simulations we perform is of a family considering whether or not to accept an expatriate assignment offered to one of the adults in the family by his/her employer. Each group is given a specific country to consider for this relocation. Countries have included Afghanistan, Argentina, Australia, Brazil, Canada, Egypt, France, Germany, Ghana, Italy, Hong Kong, Japan, Mexico, Peru, Russia, Spain, the United Kingdom, and Zambia. In most cases, the group rejects the assignment. Groups who accept the assignment tend to have been offered Australia, Canada, or the United Kingdom; they cite similarity of language to their own as the reason. In the ensuing discussion, students tend to eventually report concern about their own ethnocentricity. They are then told of the Investigative Report experience of the Perspectives of Business and Society class, as a basis for commonality when identifying the international arena as a focus for future learning. Many students in the Organizational Behavior class subsequently enroll in one of the Study Abroad or International Coop programs offered by the college. They report their "need to know" first-hand about other countries to have been stimulated by this simulation. In their own way, and of their own initiative, they too appear to be ready to simulate Investigative Reporters.
Initiative 3: The Class Game Show
When it comes to testing, some instructors prefer to give frequent quizzes focusing on a module of material close to when it is presented. They feel this helps students develop solid study habits, increases student preparedness for class, and maintains student focus on the course. Other instructors prefer to give long-form midterm and end-term exams synthesizing material that has been covered during several weeks and months. They feel this provides students with a perspective they might not otherwise have gained, increases their long-term retention of course material, and helps students become responsible for their own learning and time management ii . I fall into the latter category. My students tend to be assessed comprehensively at five-week intervals. But I also recognize the value of intermittent assessment, and of reviewing material after it is covered. The Game Show was created, as a result.
The first of three long-form exams in my Perspectives of Business and Society course is a 90-minute test that covers the first of two textbooks covered during the semester. The book is The Making of Economic Society (Heilbroner and Milberg, 2001) . A classic and vivid compilation of world history and public policy told through macroeconomic eyes, the text tends to be either intimidating or exhilarating to the students. Most of the students in this course are freshman. The book was selected for the foundation, perspective, and challenge it provides. It is not a text that can be mastered in one reading the night before an exam.
In recent years, students have seemed to incline toward branding the textbook as too difficult, and to hope that lectures and handouts will substitute for having read it. Prior experience has shown that once students commit to tackling the book, most of them not only come to appreciate it but also to extol it upon completion. The challenge, it appeared, was to stimulate student interest in reading the book.
Several weeks before the first exam, I asked the students if they would like the opportunity to participate in a Class Game Show. They were told the choice would be theirs. The Class Game Show was described to them as detailed in Figure 4 . Student response to this opportunity was unanimous and affirmative. The Class Game Show was to be.
The session for the first Class Game Show was planned to allow extra time for teams to compare and select their questions. That turned out to be unnecessary. Most teams had arranged to meet outside of class, and had their questions ready upon arrival. Having allotted extra time was fortuitous, though, as unanticipated needs arose. Students were not adept at writing questions. Several questions turned out to need interpretation and re-write, and many inadvertently asked more than one question at once. Moreover, two students did not attend. Their teams needed extra time to write the missing questions. In addition, the reporting round stimulated unpredicted and avid discussion of course material. 1. The class is divided into seven teams of five students each. The seven teams will compete in a Class Game Show. 2. The Class Game Show focuses on seven key chapters from among those the next full-period exam will cover. 3. In the session prior to the Class Game Show, each team is assigned one textbook chapter to write ten true or false questions about before the class next meets. Each student in the team prepares three questions, and brings two versions to class. One version has the answers. 4. In that same session prior to the Class Game Show, each team is assigned a second textbook chapter to answer ten true or false questions about during the Class Game Show. Those questions will come from the class team assigned to write questions based on that chapter. 5. The Class Game Show is held at the next class session. At the start of that session, each team has ten minutes to select ten questions they want the answering team to answer. They select questions from those their team prepared for class; each of the five teammates brings three questions. 6. The instructor collects the ten questions selected by each team, without their answers. Each set of questions is given to the team assigned to answer those questions. Every team serves as both a writing team and an answering team. 7. Each team has ten minutes to collectively answer the ten questions it has been given. 8. At the end of the ten-minute answer period, each team has the opportunity to use the first of two "lifelines." The first lifeline is "ask the class." Using this lifeline, each team polls the class for an answer to any one of the questions it has received. 9. Each team can then use a second lifeline. This lifeline is "look it up." Using this lifeline, each team has three minutes to search the chapter for the answer to any one of its ten questions 10. The reporting round now begins. Teams are called sequentially, according to the chapter whose questions they answered.
The entire class observes. Each team reports its answers for each question it was given. The team that wrote the questions reports whether the answering team has answered each question correctly or incorrectly, and reports the correct answer to each question. 11. The instructor moderates throughout to clarify any confusion about questions, intervene if answers are disputed, ensure fairness, and see that answers are scored correctly. 12. All students participate in question writing and answering. All students listen to all questions being answered and scored. 13 . The members of the team or teams that receive the most number of correct answers receive extra credit toward their overall course grade.
In that first Class Game Show, two of the teams got all of their answers correct. The experience as a whole seemed a bit unwieldy to me. It was not clear to me if all students had completed the requisite preparation. I was not sure the Class Game Show should be repeated. So students were anonymously polled as to whether they had found this initiative helpful to their learning. Every student responded "yes." They were then asked whether they would like to do another Class Game Show in preparation for their second full-period exam. Again, they all responded "yes." So that I could understand this better, each student was then asked to report what s/he had gained from participation in the Class Game Show. Their responses ranged from "had to read the textbook, which turned out to be interesting," to "got to understand the material better by discussing it with classmates," to "learned it is hard to write test questions," to "reviewed a lot of material listening to and thinking about all the answers given by the teams."
A few weeks before the second full-period exam was to be given, students asked when the next Class Game Show would be. They had not forgotten. The second Class Game Show was scheduled and held. All students attended the second Class Game Show. Questions were far less problematic. Intensity of interest and level of preparation was reflected in the strong quality of discussions between teams as they collaborated to answer their questions. Some answering teams had processed their assigned chapter so well that they rightfully contested the wording of some questions they were given. Students listened attentively to classmate"s answers, and took notes during the reporting round. Every team qualified for extra credit. During the debriefing that again followed the Class Game Show, students again reported benefit to learning. They requested that another Class Game Show be held in preparation for their two-hour final exam.
That third Class Game Show was held near the end of the course. Performance was at an even higher level than in the previous Class Game Show. All questions were prepared in advance, all questions were clear, questions tested more advanced understanding, and teams were able to answer questions were quickly. One team found itself two members short; a snowstorm had begun, and commuting students faced treacherous driving conditions. That only two students did not attend under those conditions is a positive indicator. Impressively, two other teams offered to give up one of their two lifelines to the team that found itself two members short. What had been thirtythree individuals sharing a timeslot, syllabus, and classroom only weeks earlier appeared to have been transformed. They were now a team of collaborative learners interested in each other"s perspectives, supported by one another, connected to the material, and proud of their individual and collective performance.
A colleague who has been a teacher heard about The Class Game Show and asked to observe that third one. Her comments were especially descriptive, as she was seeing it for the first time. She could find no negatives to report. She particularly noted the intensity of student interest, the level of student participation, and the degree of student mastery of material. She expressed it this way: "Student listening was 1000%; you could almost hear them listening to each other. The students were really there. They really got it. And they were clearly enjoying their learning" (Dobelle, 2003) .
The student debriefing that followed the third Class Game Show confirmed her positive observations. Figure 5 contains representative student comments regarding the Class Game Show. 

It gave me confidence in what I know, which makes studying for the test less scary and more interesting.  Trying to write questions that would trick the other team made me attend more to details in the chapter. Before, I would just skim when reading.  It was competitive, and I wanted to win. I wanted to be seen as knowing at least as much as everyone else.  Knowing that the questions might not be as clear as the questions on the exams made you prepare for the worst and learn all the more thoroughly.  Many teams wrote questions I did not anticipate. That teaches me to prepare for anything when studying, and to learn as much as I can.  Reading is always hard for me. This made reading the textbook possible. The learning became fun, instead of a chore. It turned out to be so interesting.  It gave me confidence in speaking to the whole class.  This is something different from what is routinely done in classes. It has made me look forward to and prepare for this class. It has helped me a lot. It"s a cool way to learn.
The Class Game Show is now a course staple. It appears to be reaching Generation Y, and furthering learning.
Student End-Term Feedback
At the end of the semester in which the three initiatives described above were introduced, students were surveyed regarding outcomes. Students responded anonymously to questions about the overall effectiveness of each initiative, and about the extent to which specific objectives of each initiative were achieved. Thirty-three of the thirty-five students who completed the course were present and completed the questionnaire. They were mostly male (21 male, and 12 female), of traditional age (31 aged 18-21, and 2 over the age of 26), campus residents (27 live on campus, and 6 live off campus), and freshman (30 freshman, 1 sophomore, and 2 seniors). Responses for each question were provided using a scale of 1 (low) to 5 (high).
As detailed in Table 1 , students reported that all three initiatives contributed a great deal to their overall learning in the course. Some 94% found the Class Game Show to be highly effective, 85% found the Investigative Report to be highly effective, and 66% found the Performance Contract to be highly effective. As seen in Table 2 , students reported that every objective of the Class Game Show was strongly achieved. Virtually all of the students (97%) said that the Class Game Show greatly increased their understanding of course material. Additionally, some 91% said it greatly helped them review for exams, 82% said it greatly increased their connection to other students and the class, 79% said it raised their academic performance a great deal, 70% said it strengthened their reading a great deal, and 64% said it built their confidence in speaking up in class a great deal. Objectives of the Investigative Report also appeared to have been achieved. As seen in Table 3 , at most 15% of students reported having experienced any of the objectives to a low extent (%1 or 2). Nearly 82% said that the Investigative Report greatly increased their connection to other students and the class, 79% said it greatly assisted their reporting and presentation skills, 76% said it greatly aided their development of research skills, 73% said it greatly increased their knowledge of countries outside the U.S., and 61% said that it greatly increased their interest in countries outside the U.S. The only desired result that a solid majority did not report to have highly experienced was "raised my desire to follow international developments." But 49% did report to have highly experienced that, only 15% reported only a slight increase for that factor, and its mean was a solid 3.4. Responses suggest, then, that this objective was achieved. Interpreting outcomes for this objective is further complicated in that it is unknown if students started the course with a strong desire to follow international developments. If they did, it might be less necessary, and less likely, for the Investigative Report to strongly raise desire to follow international developments. Although students reported that each of the three initiatives strongly contributed to their overall learning in the course, the Performance Contract ranked third of the three. Still, a majority of students reported that each objective of the Performance Contract were strongly achieved. As seen in Table 4 , nearly 72% reported that the Performance Contract greatly helped them develop better study habits, and also greatly increased their attention to the course. Some 69% reported that the Performance Contract greatly strengthened their use of time management, 66% said it greatly increased their control over their studies and stress level, 59% said it greatly increased their academic performance, and 53% said it greatly increased their participation in class. The questionnaire invited open-ended comments from the student respondents. Table 5 contains their comments. All the opportunities you gave us to speak really helped me, and I"m sure a lot of students, with class speaking.  This has to be my favorite course this semester.
The comment regarding the need for student preparation was most useful. To the observer, all students have appeared to participate and contribute fully to the Class Game Shows. On the other hand, few observations are fool proof, and the comment by this student underscores the importance of ensuring student preparation. As a result, instructions for future Class Game Shows will include telling students to write their names on the question sheets they bring to class, since questions will be collected and reviewed by the instructor as an aspect of each student"s course participation grade. Students will also be informed that individual preparation for and contribution to team performance in Class Game Shows will be anonymously peer-assessed and reflected in the course participation grade, just like other teamwork in the class.
Discussion
The positive outcomes of these three initiatives created to help teach Gen Y college students were predicted by the descriptors of generational characteristics that were foundational to the initiatives" design. Other instructors also appear to be experiencing positive results when developing pedagogy that incorporates Gen Y"s frame of reference. Ruth Sporer, for instance, has transitioned from giving regular quizzes to giving "no-fault" quizzes. In her experience, the more traditional quizzes caused student anxiety, absence, and requests for make-ups. She then created quizzes that could only improve a students" grade through extra credit for correct answers, learning diagnostics, discussion opportunity, and peer tutoring in the classroom. She saw a significant change occur. Student attendance increased, preparation time for unit exams decreased, and cooperation and interpersonal working relationships strengthened. An atmosphere conducive to learning was achieved, and carried over to other situations in which students must work together to complete their work (Sporer, 2001 ).
Maryellen Weimer also reports the value of designing pedagogy to better reach the Gen Y college student. She, too, finds that effective teaching is learning-centered and incorporates the learning styles of students. To accomplish this, she recommends that faculty involve students more, serve as guides and coaches rather than sages, motivate students to accept responsibility for learning, build student knowledge base by covering less and having students cover more, and include evaluation activities that promote learning and develop assessment skills (Weimer, 2003) .
The Gallup Organization concurs. Its 2002 report on effective teaching identified three essential characteristics: solid knowledge of subject-matter, refined teaching skills, and natural talent for teaching. Exceptional teachers have strong impact because they help students learn, win students over, and are motivated by teaching. They feel teaching is their calling, find it enjoyable, believe learning can be fun, and feel a responsibility to students. They set high standards for themselves and their students, and expect and communicate successes. They build affirming relationships with students, give respect to students, and expect respect in return. They are continual learners, strive for continual improvement, and try new things when needed. They maximize learning time, and adapt to unexpected events. In sum, "They provide learning activities that create excitement, enthusiasm, and drama for students … They structure their teaching so students can learn" (Gallup, 2002).
As founding director of the Schreyer Institute for Innovation in Learning at Penn State University, Larry Spence has worked on more than 170 projects to improve learning skills while reducing costs. He describes the frustration of many of today"s teachers, including himself when a new teacher, faced with students that do not study, perform, or retain. Now an experienced teacher, he has come to a frank conclusion: "We won"t meet the needs for more and better higher education until professors become designers of learning experiences." Why? Because Gen Y will graduate into a world in which knowledge is constantly changing and lifetime learning has become standard. Spending around $740 billion annually for U.S. training and education, and an estimated $2 trillion globally, businesses increasingly value employees who are able to learn continually, adaptively, actively, and well. Accordingly, today"s college students need to learn how to think, decide, create, and learn. They know how to find facts, which have an increasingly short shelf life (Spence, 2001 ).
A recent study by the Gallup Organization identified the workplace competencies most needed today. A majority of young employees (18-29 years old) reported the following skills to be critical or very important in doing their job successfully: skill in dealing with people (91%), critical thinking skills (creative thinking, decision-making, problem-solving; 81%), reading speed and comprehension (69%), basic use of computers (66%), public speaking (60%), writing ability (56%), and basic mathematics (57%) (Lyons, 2003, August 26) . Of these, only basic mathematics is not a skill furthered by the initiatives presented in this paper. Quantitative literacy is outside the purview of the course for which the initiatives have been created.
Further describing today"s Gen Y students as "the twitch generation," Spence explains their learning style in stark terms: (Spence, 2001) ."
Conclusion
Experiences like those reported above indicate that there is interest among some instructors to create pedagogy that will enable them to better help Gen Y college students to learn. It is neither likely nor suggested here, though, that all instructors will or should share that interest. Faculty members differ in the student populations they teach, subject matter they teach, and styles they most comfortably use when teaching. Using teaching methods we find credible and natural is no doubt a factor in our effectiveness in reaching our students.
The three initiatives and the foundations for them described in this paper, then, are presented for those instructors who share a sense of bafflement regarding how best to reach today"s college students. Perhaps replication or adaptation of these initiatives, or pedagogical innovation stimulated by the literature upon which they are founded, will assist these instructors in their efforts to better teach Gen Y.
Such initiatives may be of additional interest to faculty concerned with student retention. Successful acculturation to college during the first year is a particular interest of many academics, since the majority of students entering college do not complete their degree program and the first year appears to be a key predictor of retention. Factors that have been correlated with increased likelihood of retention include lower stress level, greater social integration and support, enhanced self-esteem and confidence, and higher academic performance (Boulter, 2002 ). Feedback presented above from the freshman level class in which the Performance Contract, Investigative Report, and Class Game Show were initiated indicate that the initiatives contribute positively to those factors, as was predicted by the literature upon which they were constructed. 
